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Abstract 
Presented paper deals with the relationship between the school self-concept and the risk behaviour of adolescents. The key 
theoretical background includes the self-concept and its components (Greenwald, & Pratkanis, 1984), the beneffectance concept 
(Greenwald, 1980), the self-evaluation concept (Rosenberg, 1982) and its resources (Tafarodi, & Swann, 1995), the theory of 
self-discrepancy (Higgins, 1991) and the concept of self-mastery (Bandura, 1997), theory of psychological needs (Langmeier, & 
Matějček, 2011), etc. Based on the relatively high prevalence of various forms of the risk behaviour (based on various 
researches), there has been put forward the assumption that (1) the measure of the risk behaviour will increase together with 
increasing of the adolescent age and (2) that the adolescents with higher school self-concept will produce less risk behaviour. The 
research has been carried out in Slovakia with the sample of 1,704 adolescents in the age from 10 to 15. Two research methods 
have been applied: Self-concept of School Effectiveness Questionnaire (Matějček,  Vágnerová, 1992 in modification of 
Čerešník, 2013) and Prevalence of Adolescents Risk Behaviour (Skopal, & Dolejš, 2013; Slovak modification of Čerešník, 
2013). Both hypotheses can be supported. The outcomes point to need to strengthen the self-concept at children and adolescents 
in terms of support of self-exploratory activity, the preference of instrumental assistance ahead executive, or the support of 
emotional expression and confrontation. 
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1. Introduction 
The aim of the research is the exploration of the relationship between the school self-concept and the risk 
behaviour of adolescents. The school self-concept is defined through the self-assessment within general skills, math, 
reading, spelling, and writing with self-confidence. The risk behaviour is defined in subscales abusus of addictive 
substances, delinquency and bullying. Population in adolescent age is defined in the range of 10 to 15 years. Its 
choice has been determined by sensitivity to the questions of self-concept during this period, highlighting the self-
exploratory motive and active work with possible self. 
2. School  Self-concept, its Age Specification and Relation to the Risk Behavior 
The school self-concept represents the specific part of self-concept which develops after a child starts attending 
a school. According to Erikson, industry versus inferiority is related to the solution of the conflict and it might lead 
to development of virtue, if the conflict is solved in a positive way, and it is called competence (Erikson, 1999). 
From the point of view self-regulatory theories (e.g. self-efficacy (Bandura, 1999), perceived control (Skinner, 
1995), effortful control (Eisenberg, Smith, & Spinrad, 2011), etc.), the school self-control might be characterized as 
a mental presentation of selves and their outputs in a school environment which is based on self-recognition 
(information about themselves) and evaluation of selves and their outputs. It includes a personal belief in the 
contigency between their own behaviour and effect which (this behaviour) causes it. In structural terms, it has the 
same components as a general self-concept, so-called cognitive, affective and conative aspect (Greenwald, & 
Pratkanis, 1984).  
Cognitive aspect of the school self-concept consists of declarative knowledge about the world and about oneself, 
which reflects effectance of a child (educant) and procedural knowledge, so-called application strategies that reflect 
beneficence of a child (educant). A.G. Greenwald (1980) joined these two terms (effectance and beneficence) into 
one – beneffectance – which represents a social dimension of knowledge acquisition and a personal dimension of 
applying the learning and life strategies. A several representations of self are a part of the cognitive aspects of the 
school self-concept. They include: 
x actual and ought self (Higgins, 1987) representing personal beliefs who a child, pupil (educant) is and who 
he/she should be like;  
x desired and undesired self (Ogilvie, 1987) representing confrontation of positive and negative ideals; 
x possible selves (Markus, & Nurius, 1986) representing diverse ideas about who the educant might be (and in 
what kind of conditions); 
x real and ideal self (Rogers, 1951) representing beliefs about the current form of self and ideal form (it means 
something, the educant could tend to be). 
Representations of self are defined as a set of hypothetical personal constructs, which are compared with each other 
and lead to the evaluation of themselves in terms of satisfaction or dissatisfaction with a given state. 
As regards evaluation, or self-evaluation (for instance Rosenberg, 1982), it refers to affective aspect of the school 
self-concept. There are two resources of self-evaluation. According to R.W. Tafarodi, & W.B. Swann (1995), they 
are self-competence and self-liking. Competence represents a personal belief about the ability to produce desired 
(school) achievements through their own skills. Self-liking can be understood as a perception of the other people's 
emotional bonds to the oneself. The other important things of self-evaluation may be derived from these variables, 
as there are polarity (positive and negative) (for instance Baumeister, Heatheron, & Tice, 1993) and stability (for 
instance Marsh, 1993). Self-evaluation is thus derived from external and internal sources. The external sources of 
self-evaluation are diverse and can be located among members of small social groups (primary and also secondary 
ones). A key prerequisite, however, is subjective significance of others for the human beings themselves (Shavelson, 
Hubner, & Stanton, 1976), for example parents, peers, friends, partners, colleagues. 
The fundamental change while evaluating the relationship to selves is the period of adolescence, it means in the 
age from 9 to 11, which is, according to E.T. Higgins (1991), a significant shift from identification (with parental 
model) to internalization, when the external norms become self-guides. They allow evaluating the world and selves 
independently, out of opinions of others. 
3502   Michal Čerešník /  Procedia - Social and Behavioral Sciences  174 ( 2015 )  3500 – 3508 
Conative aspect of the (school) self-concept closely relates to the personal beliefs of consistency and 
controlableness of the self and the world, but especially with the motivation of personality. Beliefs about 
consistency and controlableness of the self and the world are basal personality structures based on successful solve 
problems in the early stages of personality development, it means problems like trust versus mistrust, autonomy 
versus doubt, initiative versus guilt (Erikson, 1999). They relate to the development of virtues such as hope, will and 
decisiveness and with saturation of psychological needs, which are inseparable part of the motivation system. They 
include a need for stimulation, a need to bond, a need for meaningful world, a need to define one´s own identity and 
needs of the future (Langmeier, & Matějček, 2011). These needs protect against deprivation and sub- deprivation 
symptoms that may lead to the development of mental abnormalities. They are closely tied to the primary family 
environment, which is the source of prototypical types of behavior and socializing experiences. Motivational aspect 
of the self-concept associates with the development of self, which becomes the supreme regulator of behavior. 
Motivation as a part of the self-concept can be conceptualized through self-discrepancy theory (Higgins, 1991), and 
self-mastery concept (e.g. Bandura, 1997). Self-discrepancy theory is based on the concept of self-guides, which 
Higgins refers to the life standards. They belong to the content of an ideal and desired self. The personal standards 
represent motives that initiate, focus on behavior and give it an emotional charge. The result of motivated behavior 
is then comparison of the current state with the desired one, leading to either evaluation "consistence" or similarity, 
or to the evaluation of "discrepancy", or disagreement. In case of discrepancy, regulatory processes are activated, 
which are based on modified behavior in the direction of achieving the desired (school) outcomes. The concept of 
self-mastery (Bandura, 1997) can be explained as a high belief in self-efficacy, it means a belief that one can 
influence events in oneself and around the self (control upon one´s life). This belief is filled especially with self-
mastery; it means one´s own competence in specific situations.  
The self-concept is a complex personality structure, which development is very sensitive in the period of starting 
school, puberty and adolescence in general. After entering the school the child is confronted with new tasks and 
responsibilities. Except the game, which is important mean in forming, a child has to pay attention to school tasks 
and after managing the adaptation process they lead to evaluation of their performance. It means to the performance 
of themselves as well as of their peers. They find out, they are good at some subjects more than in others and on the 
other hand, they are bad at some other ones. What happens in this age can be labelled as a separation of school self-
concept from the global self-concept. Of course, there is an important relationship between them, but the school self-
concept becomes a variable which significantly influences a child and its further development. However, a child in 
its early school age expects that if he/she is initiative, it means if he/she invests the time and energy to solve given 
tasks, he/she will be rewarded (in a form of a mark or orally). He/she is not always successful and based on repeated 
cycles achievement - reward (or missing reward) may lead to forming a school self-concept. A system of declarative 
knowledge is being formed (about self and one´s own performance), as well as a system of procedural strategies 
which are both necessary to acquire adequate high self-evaluation. On the other hand, the self-evaluation 
significantly affects interests, goals, or aspirations. The whole process leads to the fact that a child will select the 
fields where its self-concept is high and he/she wants to involve in them because they bring benefits in the form of a 
high self-evaluation, positive evaluation of parents or teachers, or it may bring belief for the own competency. The 
fields with low self-concept are not interested for a child, nor are they a source of rewards or benefits. 
When a child enters a puberty period, it means a development of higher cognitive processes, development of 
abstract thinking, introspection, active work with information of emotional features, in accordance with a rational 
system. Adolescence period is characterized with a strengthening of self-exploratory motive and (normative 
expected) active work with self-defining. In comparison with a previous period, which is characterized by a desire 
for attention and positive evaluation of the effort, for adolescence period is typical critical thinking to performances 
(the own ones and the other ones). Awareness of established standards explicitly or implicitly and the need for their 
achievement leads to early development of self-reflection of adolescents, and their metacognitive skills. Adolescents 
begin to aware of polarized nature of the world and themselves, it means their positive and negative features which 
must be integrate into relatively closed and consistent system. Emotional instability in early adolescence period is 
just an indicator of how adolescence work intensively with their own self-concept and how it is difficult for them to 
integrate personal and social standards, relativity of positive and negative aspects of life, but also sthenic and 
asthenic emotions associated with emerging adulthood (Arnett, 2000) and the growing need to define their own 
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identity, which has rather diffuse features in this period in the form of a relatively large number of possible self 
(Markus, & Nurius, 1986) . 
The development of self-concept requires intensive mental work. However, it cannot be either mobilize or 
supported by the absence of external factors. The most important ones are parents and teachers. The main objective 
of education (the parental and school ones) should be in terms of a healthy personality development and its self-
concept (1) sufficient stimulation of the environment associated with relatively great degree of freedom and as well 
the presence of boundaries, (2) emotional stability generated through saturation of emotional needs, the relative 
stability of the environment and the possibility of emotional confrontation, (3) support of self-worth, which is 
derived from a slight overestimation of their abilities - this leads to the perception and use of the life challenges, 
awareness of the possibilities of a positive perception of the future (defined as paraphrase of psychological needs 
according to Langmeier, & Matějček, 2011). 
The optimal development of personality and self-concept is not always possible to realize. It is evident in rapidly 
growing number of psychopathological diagnoses (or at least pathological symptomatology) in children and 
adolescents, for example child depressions, schizoaffective disorders, acute stress disorders, neurosis, but also 
behavioral disorders and addictions in terms of risk-taking behavior. Risky behavior is defined as a set of 
phenomena which existence and consequences can be subjected to scientific research and that can be influenced by 
preventive and therapeutic interventions. The risk behaviour concept mostly includes bullying and violence, truancy, 
substance and non-substance addictions, sexual risk behavior, delinquency, maltreatment, abuse, racism, 
xenophobia, intolerance, and so on. (Miovský, & Zapletalová, 2006). Lepík F. et al. (2010) found out (except other 
outcomes) that 23% of adolescents were ridiculed at least once a month, 25% of them take money to their parents, 
23% of adolescents have already had a problem with the police, 25% smoke more than 5 cigarettes a day, 52% 
drank some alcoholic beverage in the past month, 41% have ever tried marijuana. Similar findings also noticed J. 
Vacek, J. Šejvl, & M. Miovský (2008). They have found out that 31% of adolescents (over 14 years old) smoke 
daily, 87% drank some alcoholic beverage in the past month, 21% were ridiculed. J. Vacek (2008) reported 33% of 
adolescents who are ridiculed at least once a month, 99% of adolescents have an experience with alcohol, 21% of 
adolescents have an experience with illegal drugs, 23% of adolescents in the ninth year of studying in primary 
school have a sexual experience. M. Dolejš, & O. Skopal (2014) found out that adolescents in the age 11-15 have 
experience with alcohol (78%), tobacco (31%). There were five percent of them who drunk in the last month and 
3% smoke more than 5 cigarettes a day. The American Psychological Association introduces similar alarming 
findings (2002). In the context of the relatively high prevalence of various forms of the risk behavior we ask if this 
behavior relates to school self-concept of adolescents. 
3. Method 
The basic research sample includes adolescents in the age 10-15, permanently living in Slovakia. According to 
the census list in 2011, there are approximately 180,000 people in the age 10-15 living in Slovakia (Statistical office, 
2012).  
The sample can be characterized as stratified. Criteria that were taken into account in the drafting are the 
following ones: adolescents in the each class from 5-9 in primary schools secondary school at about the same 
representation, boys and girls around the same representation, the regions of the Slovak Republic in about equal 
representation. Characteristics of the sample are given in Table 1. Whole research sample consists of 1704 
adolescents. All these criteria have been met. 
 
Table 1. The counts in the research sample. 
class total 
 5th 6th 7th 8th 9th 
sex 
boys 143 177 181 164 172 837 
girls 162 164 184 181 176 867 
total 305 341 365 345 348 1704 
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There have been applied two diagnostic methods in the research, particularly Self-concept of School Effectiveness 
Questionnaire (Matějček,  Vágnerová, 1992) and Prevalence of Adolescents Risk Behavior (Skopal, & Dolejš, 
2013). The first mentioned is a standardized diagnostic method, which includes six subscales: (1) general abilities 
(2) mathematics (3) reading (4) spelling (5) writing (6) self-confidence and the total score of the school self-concept. 
It includes 48 items. The questionnaire has been developed as the Czech (Czech-Slovak) modification of the 
Studentʼs Perception of Ability Scale Questionnaire set up by F.J. Boersma, & J.W. Chapman (1979 in Matějček, & 
Vagnerová, 1992). It has been adapted to form SPAS III. Standardization took place in 1987. On its basis have been 
developed sten norms for individual age groups, which it is intended to, it means adolescents aged 10-15, or to 
adolescents attending classes 5-9 in elementary schools. Reliability of individual subscales is defined by Cronbach α 
0.89 and more. The presented research applied the original structure of the questionnaire. The items have been 
modernized and formulated to the correct Slovak form.  
Prevalence of Adolescents Risk Behavior set up by O. Skopal, & M. Dolejš (2013) is a diagnostic method, which 
has been in the process of standardization. It includes three subscales: (1) abusus, (2) delinquency, (3) bullying and 
total score of prevalence of risk behaviour. It includes 18 items. Reliability of individual subscales is defined by 
Cronbach α in the range from 0.53 up to 0.81. 
The following hypotheses were put forward based on theoretical background presented in chapter 2: 
H1: We assumed that the range of the risk behaviour will be increasing together with the increasing age of 
adolescents. 
H2: We assumed that adolescents with higher school self-concept will produce less risk behaviour.  
4. Results 
While testing the hypothesis 1, the statistical method of the range difference was applied, Friedman test. It is a 
parametric statistical test developed to compare three and more independent samples. The significant standard level 
α≤0.05 was accepted. The aim of the analysis was comparison of the risk behavior prevalence of adolescents in 
relation to their age.  
The risk behavior descriptors and all their subscales are listed in Table 2. The average values for all the variables 
were increased along with the number of class which the adolescents attended. The variance of analyzed data was 
relatively large. The values kurtosis and skewness indicate not normal and asymmetric distribution of data, except 
data collected in the ninth class. Similar trends appeared in Table 4 while testing hypothesis 2 (available in the text 
below). 
 
Table 2. Descriptives of the risk behavior in the relation to the age. 
class N Min Max AM SEM SD kurtosis skewness 
5th abusus 291 0 7 0.21 0.05 0.81 33.97 5.42 
deliquency 290 0 6 0.41 0.06 0.97 12.04 3.25 
bullying 292 0 4 0.55 0.05 0.88 2.33 1.66 
risk behavior 286 0 16 1.13 0.12 2.09 15.69 3.49 
6th abusus 336 0 7 0.38 0.05 0.98 13.97 3.47 
deliquency 336 0 7 0.71 0.07 1.23 5.08 2.15 
bullying 336 0 4 0.69 0.06 1.00 1.54 1.46 
risk behavior 333 0 15 1.76 0.14 2.54 4.74 2.10 
7th abusus 360 0 7 0.64 0.07 1.33 9.42 2.92 
deliquency 356 0 7 1.19 0.09 1.71 2.46 1.71 
bullying 359 0 4 0.89 0.06 1.04 1.00 1.22 
risk behavior 352 0 18 2.67 0.18 3.37 4.96 2.06 
8th abusus 336 0 7 0.76 0.07 1.29 4.56 2.10 
deliquency 339 0 7 1.20 0.08 1.38 2.09 1.33 
bullying 338 0 4 0.91 0.06 1.07 0.62 1.12 
risk behavior 331 0 16 2.84 0.16 2.81 1.83 1.25 
9th abusus 340 0 6 1.22 0.08 1.54 0.74 1.28 
deliquency 344 0 7 1.98 0.10 1.81 0.09 0.87 
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bullying 346 0 4 0.82 0.05 0.95 0.29 1.00 
risk behavior 332 0 16 4.03 0.19 3.41 0.47 1.00 
Legend: N = count; Min = minimal measured value; Max = maximal measured value; AM = average mean; SEM = standard error of mean; SD = 
standard deviation; 
 
The increase in the average risk behavior values is also evident in the form of statistical indexes - namely F-
values (Table 3). All found differences are highly statistically significant, namely the level α≤0.001. This means that 
among adolescents in the age cohort 10-15, there are significant differences in the rate of the risk behavior 
production. If we compared only the fifth and ninth classes, it means adolescents aged 10 and 15, we would find out 
that older adolescents produce about 3 risk behaviors more than younger adolescents. Similar results were also 
recorded in the subscales abusus (an increase in 1 symptomatic response), delinquency (1.5 symptomatic response) 
and bullying (0.3 symptomatic response). 
 
 Table 3. Comparison of the risk behavior in the relation to age. 
ANOVA             
    
Sum of 
Squares df 
Mean 
Square F p 
abusus Between Groups 196.486 4 49.122 32.485 ≤0.001 
Within Groups 2507.082 1658 1.512 
  Total 2703.568 1662       
deliquency Between Groups 461.269 4 115.317 53.432 ≤0.001 
Within Groups 3582.641 1660 2.158 
  Total 4043.91 1664       
bullying Between Groups 28.799 4 7.2 7.281 ≤0.001 
Within Groups 1647.373 1666 0.989 
  Total 1676.172 1670       
risk behavior 
Between Groups 1542.962 4 385.74 45.415 ≤0.001 
Within Groups 13836.347 1629 8.494 
  Total 15379.309 1633       
Legend: df = degree of freedom; p = significance 
 
We divided the sample to two groups before testing hypothesis 2, which may be presumed that they will differ in 
characteristics related to the risk behavior production. There, the school self-concept variable was set up to 25th and 
75th percentile. The group that scored at the 25th percentile and below was marked as a group with low self-concept. 
The group that scored at the 75th percentile and more was marked as a group with high self-concept. They are 
indicated as “low” and “high” in Table 4. Therefore, we excluded adolescents who scored in the mean value of the 
variable from the analysis. Afterwards, data were tested applying t-test for two independent selections with 
acceptance standard level α≤0.05. The results are available in Table 4. 
  
Table 4. Descriptives and comparison of risk behavior in the relation to school self-concept  
class self-concept N Min Max AM SEM SD kurtosis skewness t p 
5th 
abusus 
low 50 0 5 0.30 0.14 0.97 14.56 3.77 1.810 0.073 
high 73 0 1 0.08 0.03 0.28 7.87 3.11   
deliquency 
low 50 0 6 0.60 0.18 1.28 8.71 2.89 2.757 0.007 
high 73 0 2 0.15 0.05 0.46 9.41 3.17   
bullying 
low 50 0 3 0.82 0.14 0.98 -0.30 0.91 3.598 ≤0.001 
high 74 0 3 0.30 0.07 0.64 5.10 2.30   
risk behavior 
low 50 0 13 1.72 0.37 2.62 7.17 2.46 3.542 0.001 
high 72 0 4 0.54 0.11 0.89 3.12 1.80   
6th 
abusus 
low 64 0 7 0.42 0.14 1.15 18.00 3.93 0.945 0.346 
high 87 0 6 0.26 0.10 0.90 27.91 5.02   
deliquency 
low 63 0 7 0.90 0.19 1.47 4.43 2.01 2.429 0.016 
high 87 0 4 0.43 0.10 0.95 6.65 2.65   
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bullying 
low 64 0 4 1.05 0.13 1.03 -0.38 0.62 4.429 ≤0.001 
high 87 0 3 0.44 0.07 0.66 2.01 1.48   
risk behavior 
low 63 0 15 2.38 0.34 2.73 6.55 2.09 3.298 0.001 
high 87 0 10 1.13 0.21 1.93 10.43 3.00   
7th 
abusus 
low 95 0 7 1.01 0.17 1.68 3.34 1.93 3.224 0.002 
high 69 0 3 0.32 0.08 0.70 5.74 2.43   
deliquency 
low 94 0 7 1.55 0.21 2.07 0.83 1.35 3.870 ≤0.001 
high 69 0 4 0.54 0.10 0.82 3.60 1.73   
bullying 
low 95 0 4 0.87 0.12 1.12 1.23 1.36 0.706 0.481 
high 69 0 4 0.75 0.12 1.01 1.99 1.50   
risk behavior 
low 92 0 18 3.34 0.42 4.03 2.58 1.71 3.306 0.001 
high 69 0 7 1.61 0.22 1.86 1.16 1.28   
8th 
abusus 
low 78 0 6 1.33 0.20 1.73 0.04 1.08 4.869 ≤0.001 
high 86 0 3 0.35 0.08 0.70 4.27 2.15   
deliquency 
low 79 0 7 1.58 0.17 1.48 0.87 0.88 2.969 0.003 
high 88 0 5 0.95 0.13 1.25 1.05 1.32   
bullying 
low 78 0 4 1.12 0.13 1.16 0.42 1.04 2.639 0.009 
high 88 0 4 0.68 0.10 0.95 2.66 1.66   
risk behavior 
low 77 0 16 4.06 0.39 3.39 0.44 0.72 4.893 ≤0.001 
high 86 0 8 1.94 0.22 2.05 0.48 1.11   
9th 
abusus 
low 88 0 5 1.44 0.17 1.58 -0.47 0.82 3.200 0.002 
high 79 0 5 0.73 0.14 1.25 3.24 1.95   
deliquency 
low 88 0 7 2.47 0.21 1.97 -0.23 0.69 3.518 0.001 
high 77 0 6 1.48 0.18 1.57 0.35 1.04   
bullying 
low 87 0 4 1.24 0.12 1.15 -0.56 0.63 3.813 ≤0.001 
high 79 0 3 0.66 0.09 0.77 -0.16 0.85   
risk behavior 
low 86 0 16 5.18 0.39 3.59 0.52 0.89 4.527 ≤0.001 
high 77 0 11 2.88 0.32 2.77 0.67 1.16   
Legend: N = count; Min = minimal measured value; Max = maximal measured value; AM = average mean; SEM = standard error of mean; SD = 
standard deviation; t = t-value; p = significance 
 
We have found out that the groups with low and high school self-concept differ in the risk behaviour production. 
Significant differences were observed in all variables (abusus, delinquency, bullying, and risk behaviour) in the 8th 
and 9th classes. None significant differences were observed in subscale abusus in the 5th and 6th classes. In the 7th 
class were not observed any significant differences in the subscale bullying. There are significant differences in 
individual classes quantified by a difference of mean of symptomatic responses. In the subscale abusus, it is an 
increase 0.69 to 0.98 responses. In the subscale delinquency, it is an increase 0.45 to 1.01. In the subscale bullying, 
it is an increase 0.44 to 0.59 responses. The increase is always at the side of adolescents with low school self-
concept. In the total score of risk behavior, an increase of 1.18 to 2.3 of symptomatic response at the side of 
adolescents with low self-concept was recorded. The increase of the risk behavior was in accordance with increasing 
age. It means the most evident difference in the risk behavior production while comparing groups with low and high 
self-concept was recorded in the 9th class.  
5. Discussion 
Based on presented results above we may conclude that we can support both hypotheses. Adolescents in the age 
10 to 15 produce more risk behaviour in relation with increasing age. Adolescents with low school self-concept 
produce more risk behaviour in comparison with adolescents with high school self-concept. Presented results are 
consistent with R. Jessor (1991) who perceives inadequate self-concept as one of factors leading to the production of 
risk behaviour in adolescence. Inadequate self-concept may also lead to behaviour which can be interpreted as 
problem or risky. Paraphrasing Čerešníková (2005) we present behavioural symptoms which can considered for 
undesired behaviour of the children with inadequate self-concept: (1) unacceptance of the authority, (2) slight 
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relations, (3) prosocial behaviour related to close group, (4) extreme emotional expressions, (5) extreme attitudes, 
(6) breaking the social norms, (7) development in lightly stimulating environment which can have pathological 
features. 
If we think about the indirect indicators of the relation between risk behaviour and self-concept, we can write 
about the consistency of our results with outputs of various researches. M. Verešová (2004) states that  the users of 
addictive substance (1) have strong discrepancy between internalized values they should have and the values they 
actually have as users of addictive substances, (2) weakened decisional skills and goal allocation, (3) lower self-
esteem and self-confidence, (4) lower social skills and resistance. M. Verešová, D. Malá, & V.Gatial (2009) found 
that the production of risk behaviour has positive relation with general personal tendency to risk and stimulation 
seeking. M. Verešová, & M. Pohánka (2009) found out lower life meaningfulness and life satisfaction in alcohol 
users in comparison with abstainers. M. Verešová (2010) who found out that students using addictive substance 
have lower proactive coping and sense of coherence in comparison with abstainers. M. Verešová, & D. Malá (2011) 
repeatedly confirmed the relation between low proactive coping of addictive substance users and their risk 
behaviour. They found out the relation between low self-efficacy of addictive substance users and their risk 
behaviour.  
In terms of education and self-education of child and adolescent population we may on the basis of our results 
recommend a clear concentration on the development of their self-concept in terms of the support of self-exploratory 
activity, preference of instrumental assistance before executive, or support of emotional expression and 
confrontation. If talking about a particular strategy and key development areas (school) self-concept, we could 
accept recommendations of M. Nevoralová, & L. Čablová (2012), which are aimed at development of self-
determining abilities. They include (1) critical thinking, (2) creative thinking (3) problem solving, (4) decision 
making, (5) setting goals, (6) self-motivation, (7) self-reflection, (8) self-awareness, (9) self-evaluation (10) self-
efficacy, (11) emotions coping, (12) stress coping, (13) planning and control, (14) time management (15) perception 
of obligations, (16) flexibility. Basically, they are metacognitive processes, which are typical for a mature 
personality, who is able to accept self and others as human beings who are exceptional in some areas, and in other 
ones they is lack of professional competence. 
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